Education by Gallimore, Ronald et al.
-
Wh.Y clo childl"cn of Hawaiian ancestry experience ec much d1ff1culty 
in the pn li c s choo lo? , 
.Although the problems can I-e Slmply stated, solutions satisfactory 
to all involved (parents, teachers, children, etc.) have yet to emer ~e. 
Indeed, our previous efforts, despite good intentions, have generally 
had a mixed reception. 
To begin with, we have no il½usions about our capacity to offer a 
prescription for success: we have little practical advice to offer. Only 
those who are willing to "get dust in their eyes," in the words of one 
observer, can change the system. To be sure the experimentation, 
innovation, and hard work which is required can be facilitated by re-
search, consultants, university coursework, and orientation programs. 
But it is folly to believe that one can learn how to teach children in 
Nanakuli and Waianae through abstract discusoion. While we can sug-
gest that members of a culturally Hawaiian community may (an already 
qualified generalization) respond to social influence cues in a manner 
different from others, what that implies for a teacher confronted at 
9: 15 A. M., September 21, with 35 inattentive fourth graders is another 
question. It is a practical question best solved by the expertise of a 
professional educator, an individual trained in the art of teaching, in-
!luenciny, persuading, and controlling youngsters, irrespective of 
cultural background. 
A Concept of Culture 
We believe that a majority of the children at the Nanakuli schools 
are members of a distinct cultural group which for convenience can be 
called Hawaiian. However, we wish to make clear that we are not 
using the term Hawaiian to imply a racial group but rather a culture. 
Race is by and large a clumsy term, since it is generally applied for 
social and cultural and not for biological reasons. 
Briefly, we mean by culture the ways of thinking, feeling, and 
acting shared by a group of people . The term culture is enormously 
flexible, but nevertheless useful . . To illustrate, the State-of-Hawaii 
culture has characteristics which di!i.tinguish it sharply from mainland 
culture, partly becau~e it is a combination of highly diverse elements, 
e.g . , Hawaiian, Anglo-Saxon, Japanese, Chinese, Filipino, Samoan, etc. 
However, within this larger culture, which we have called the State -
of-Hawaii culture, there are ethnic groups which also have distinct 
1 Contributed by Ronald Gallimore (University of Hawaii), Stephen 
Boggs (University of Hawaii), and W . Scott MacDonald (Hawaii State 
Department of Education), this study is based on data collected at Nana-
kuli School from 1965 to 1968 . It involves numerous samples, including 
entire classes . 




cultures, Each of these groups have qualities which are unique and 
which distinguish them from the rest. 
Of course, the entire State, with all its ethnic minorities, is part 
of the general American culture (or soc\ety if you wish}, which is re-
flected in the mass media, etc. Where one 1inds commonalties among 
people it is convenient to employ · the term culture, even though in 
other areas of life they may differ. While one removes shoes before 
entering the house, eats raw fish, and enjoys many aspects of life in 
Hawaii, his rearing of children, for example, may differ strikingly 
from his neighbors. Thus, whether we are part of the State -of-Hawaii 
culture, the mainland culture., the psychologist or the teacher culture 
(they exist, have their own rules; manner of speaking, thinking, and 
acting just like any culture), depends upon what part of your life you 
wish to examine. To sit , under the hau tree, drink beer, and talk 
story; to attend a teacher's convention and d,iscuss intellectual matters 
over cocktails; or to sit at home and watch television are all things one 
can enjoy and are all generated by membership in several cultures . 
Some people are fortunate enough and travelled enough to feel at home 
in many cultures. What we are suggesting is very simple : the more 
one becomes accustomed to and comfortable in different cultures, the 
less useful the term culture becomes in describing his behavior . But 
for most people, one way of life remains the only way. 
The incredible diversity of Hawaii makes it useful to distinguish 
between public and private culture. While the Japanese population of 
Hawaii retains a life style (we use this in the same way we use culture) 
that reflects many features of the culture of Japan, they have also ac-
quired the capacity to behave successfully within the public culture of 
American life and have contributed significantly to the public culture, 
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as have other groups. It is also true that the diverse ethnic groups of 
Hawaii vary in the extent to which they have entered the public culture, 
e.g., learned mass-media English, accepted Dr . Spock, etc. Behaving 
competently in the public culture does not require a total rejection of 
one's heritage, although it appears that the extreme mobility of Ameri-
can life and the impact of the mass media make biculturalism (i.e . , 
operating in the public culture while retaining a private culture) more 
difficult if the private culture i s particularly distinctive. 
In suggesting that it is possible to be b icultural, i.e., to maintain 
one's private culture and at the same time to operate in Lhe public cul-
ture when one must conduct business, apply for jobs, comply with 
explicit and implicit rules of soci;ty, etc., we have been assuming 
that the private culture neither conflicts with nor hinders participation 
in the public culture. Of course, to some extent all private cultures 
interfere with the public culture in some way, e.g . , the mainlander 
may not know it is part o.f the public culture o.f the State of Hawaii to 
remove shoes before entering a home. Of course, it is tempting and 
perhape comforting to believe that the culture reflected by the school 
which a child attends ii, the right, best, ideal, righteous culture. To 
·-,r 
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be sure, for economic and social reasons it is important to master the 
culture which the school represents. However, to take the next step. 
as is often done, and suggest that a child is deprived if he enters school 
unprepared for the demands of the system is the grossest form of social 
snobbery. Indeed, those who are first to criticize the ways of others 
are those who are least prepared to operate in any community except 
their own. We wish to make it exceedingly clear that Hawaiian chil-
dren are at a disadvantage in the kinds of school they usually attend; 
the fact that they do experience--much difficulty is evidence that they 
~ at a disadvantage. But why are they at a disadvantage? Because 
their language, their ways of relating to people and institutions, and 
the things they hold dear are different from what is necessary for 
success in the public schools. It is easy at this point to fall into the 
trap of believing that the child should be changed. and this has been 
tried with little success. The alternative is to change the school. 
a 
Does this mean that the schools and the teachers must change their 
goals and standards? In the first place, there is not that much agree-
ment among teachers and schools as to what the goals and standards 
of public education should be . Second, the parents of Nanakuli have the 
right to be heard on this matter since it is their community and their 
children which the ·school serves. Thus, rather than attempt to an- " 
swer this question now, we suggest that while the school is going through 
a period of critical examination, the issue of standards and goals be dis-
cussed . In the next few years the problem of what the school in Nanakuli 
is supposed to be doing for the children ought to be continually asked. 
Education and Culture 
At one time nearly every culture left the task of education to the 
famil¥. Now , for many reasons we have turned to professional teachers 
for the t ask . The school is usually an institutionalization of child 
rearing , and in most communities reflects the families it serves, i.e., 
it has the same values, aspirations, and training techniques. The 
teachers and the children generally share many cultural characteris-
tics which ens ure that they will understand each other. Where this 
is true the teacher can comfortably and successfully function as a trans- · 
mitter of knowledge and skill as well as a reinforcing agent for what is 
taught in the homes . If the school culture does not differ from the 
home culture, the child is usually able to make the transition from one 
to the other with little distress or difficulty. 
However , there are some cultures whose children do not find 
school so easily entered. There are some general reasons for this, 
but each is really a special case . What is surely not true is the in-
feriority or deficiency explanation which has always been popular and 
and which is now presented in the guise of such terms as "culturally 
deprived," and "culturally deficient. 11 By definition every one belongs 
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may be of little use in another. 
Education and Cultural Change 
The public schools serve also to change the culture which supports 
them. For example, over the las 't century significant changes in health 
attitudes and practices have been introduced into our way of life by the . 
schools. Gradual changes of similar magnitude include the increasing 
emphasis on higher education, science training, etc. Such changes are 
of course regarded by most citi11:ens as highly desirable and consistent 
with their general aspirations, despite the fact they represent a change. 
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In recent years, for a variety of reasons, the change function of the 
schools has become increasingly important and controversial. Sometimes 
the changes are not well received by the community, for example, the 
reaction (illustrated by the Scopes Monkey Trial) to the introduction of 
scientific accounts of the origin of man into the public school curricula . 
. If they have their own culture, do Hawaiian children need to learn 
what the schools can teach? Of course they do. It is an economic 
necessity and becoming increasingly so as the number of unskilled , in-
dustrial jobs diminish and as rural areas become incapable of supporting 
life. But this is not the issue as we see it. It is: how can this be accom -
plished, given the history of failure which the schools have endured? 
Before we begin to look at some ideas on how the schools can be more 
successful, it is well to remember that the decision to come to grips with 
teaching Hawaiian children is a commitment not always acceptable lo 
teachers. In brief, teachers become agents of social change, not merely 
transmitters and stimulators. This will inevitably lead to conflict with 
the community and with the parents many of whom, while wanting their 
children to be educated, do not want them to change their style of life. 
Many students who go to college learn they cannot go home again m the 
poetic sense--once their eyes are opened to new ideas and new ways, 
the old way loses its hold. And so it will be for the Hawaiian commun-
ity, although, as we have noted earlier, it is possible to adapt one's 
style to the situation, e . g ., be bicultural. 
Do Hawaiia n parents want their children to be educated? On this 
point there should be no confusion; the overwhelming majority place 
education high on their list of aspirations . The problem for them is 
simple ·--since many members of the community have had minimal edu-
cation, they do not know how to im_plement their aspirations. In some 
cases there are .,conilicting values between the "home culture" and the 
"school culture," e . g . , when parents assign greater importance to 
family over school responsibilities . Still it is clear that the parents 
turn to the achoc,l with the hope and expectation that their children will 
be educated. We believe it is the re11ponsibility of the public school to 
develop an educational 1'syatem 11 which will promote academic accom-
plishment among Hawaiian children. It will not be easy, and it will 
likely require that many aasumptions about the way children learn will 
.' 
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ave to e junked, at least in Nanakuli. i. ·•· _. 'i1-·, r ,, 
, Implicit in this argument is the notion that the ~ chool must change in · j 
order to effect changes in the students. Many people feel strongly that ·, 
it is the family's responsibility to prepare students for the school ·-. .;, •· .
system. We believe that the system must prepare itself to serve the . :r~ ·1 
community for whicli it opei:ates. .i/{ 
\ • To summarize, we believe we have in Nanakuli a complex · con- '; ,, l; 
flict between the public culture of the schools and the private culture , · · 
of the students. There are large numbers of children being raised to ·~ 
live what we can call a Hawaiian style of life; they .rre not deprived 
since their culture is in many ways richer than that found in the sub-
urban sprawl of the mainland. They are not raised to participate in -~ ''!· • 
what we have called the public culture which the schools seek to trans-
mit. Hawaiian parents raise their children to meet the rt;,quirements 
of life as they see them, not as seen by the school or the larger culture. 
And the American value system says very clearly that they have a right 
to do so . It is true of course that they unknowingly pay a penalty for 
insisting upon exercising this right--the schools are not equipped to 
teach communication and computation skills to children who do not 
fit a certain mode; but schools can change. 
It 1s highly misleading to assume that the children of Nanakuli are 
culturally deprived or are deficient in any absolute sense. It is true, 
however, that certain skills, which public culture demands and which 
the current school arrangement requires, are not part of the private 
culture, which Hawaiian parents teach their children. What is not true 
is the common assumption that Hawaiian parents teach their children 
nothing. Indeed 175 years after the haole invasion the Hawaiian culture 
still has much of value from which many of us could benefit . 
The Language Que st ion 
Mainlanders coming to the Islands frequently experience at least a 
mild case of 11 c ulture shock" when they discover that the style of life 
here differs in some important ways from what they knew in their 
home town. This experience can be more intense if they ·happen to be 
a teacher assigned to a rural area which is populated by people of Ha-
waiian ancestry. To begin with, the-language spoken is different--
unique both in word meaning and emotional overtones. 
Initially there were two competing languages in the Hawaiian 
Islands: English and Hawaiian, with the former introduced by mission-
aries, businessmen, sailors, and adventurers. Later, as the Oriental 
immigration was begun, a common language became necessary and 
functional; as in other colonial areas with diverse language groups 
(e . g., New Guinea), the resulting language was an amalgamation of all 
languages involved . In Hawaii as in New Guinea this "new language" 
was called pidgin . True pidgin is rarely heard today, although what 
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Because of the similarity to English , the Island Dialect is often inter-
preted as an inferior language. If one judges the merits of a communi-
cation system of orally produced sounds by its functional value, then 
Island Dialect (inappropriately called pidgin) is as functional as the 
hyper-abstract language of a chemist. Mainstream English is dysfunc-
tional for anyone wishing to communicate in Nanakuli, and to use in 
his association with local people ,· The immediate reaction for many 
is, "Does that mean we should accept pidgin [sic] and use it in the clas~ -
room? 11 And the obvious answer, "NO! 11 When French is taught in high 
school, is it required that one "unlearn'' English? No. When one goes 
to India to live and le arn the language, is it necessary to unlearn English? 
No. If these points ar e true then why is it necessary for a child in 
Nanakuli to unlearn Island Dialect in order to learn English? It is not. 
The confusion over the langua z e issue se e ms to be rooted in the nration, 
that "pidgin" is simply a deficient version of English--that is, if one 
speaks Dialect and cannot speak English the~ he must stop speaking 
Dialect in order to start speakinp; English. Of course, this is an im-
probable goal if all the relevant social relat ionships outside of school 
are conducted in Dialect. By ins is ting that a child unlearn Dialect and 
learn English, instead of simply learning English, one is in effect 
telling him to stop talking to his mother and father. If you ask mothers 
and fathers in Nanakuli what they rank as ·, number one in the academic 
hierarchy, many will say language, proper English, and so forth. But, 
while they want their children to learn this "new" language they do not 
want to be cut of£ from their children by a school-imposed barrier. 
They want the child to be bilingual--to speak Dialect when appropriate, 
and English when appropriate. Is that possible? Of course. Ask any-
one who has lived in Hawaii and learned the local Dialect if their English 
has deteriorated. Or ask a local who speaks perfect English what the 
value of Island Dialect is. There are many Island people, with ample 
evidence of academic distinction, who can when nece saary or appropriate, 
wax eloquent in Island Dialect. 
There is little doubt that the prevalence and persistence of the Dia-
lect makes the teacher's job more difficult. Anyone who has tried to 
t . ach non-English speaking students in English knows that an entirely 
different set of problems is superimposed on the usual school problems . 
That is the point . One cannot come to most I.stand schools and teach as 
if the children ought to know adequate English. It is obvious that they 
do not speak it as comfortably or confidently as they do Dialect. That 
they cannot express feeling in English or their conceptions of the world 
as fre~l'( i_rt English is also obvious. 
Th':rf! are two questions relevant to ask at this point: First, should 
they learn English in addition to knowing Dialect? Of course they should . 
Hone does not know English, he is at a disadvantage. Jobs, social 
tnobility, : reading skill, and the complexities of modern life in the United 
States all require a command of the common language . 
The 'second question: · How do we proceed? First of all, we admit 
that we have , not been doing a good job with Dialect-speaking children . 
!' 
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That is not difficult to do, and a eomewhat obvious point, given the ,, ·h 
generally recognized low levels of accomplishment of the children, 1. 
A new style of teaching that works must be developed. For us the 
relevant question is: What ~orks? · t. • ~ . . i 
~ •· 
·- Motivation and Social Influence Processes in the Classroom 
., 
it:· 
1' ,... .. 
Recently the Department of Education has become sensitive to the 
notion that among the various ethnic groups in Hawaii, children are 
trained to behave differently. For those whose early experiences lead 
to skills that are not valued by the school, these differences may become 
a problem. In particular, how parents, in this case Hawaiians•, train 
their children to behave, the kinds of techn iques they use, and the rules 
they enforce are all relevant to how the child will respond to the teach-
er . As we have already suggested, the cultural differences between 
the school and the community in Nanakuli are great enough to make 1t 
necessary for teachers to learn, in effect, a new psychology. 
It is convenient to think of the ways children are trained in terms of 
social influence mechanisms--of all the psychological weapo n s a t 
the teacher's disposal these are the most central. By giving and with-
drawing rewards (both material and nonmaterial) and punishments 
(physical and nonphysical) the teacher shapes and controls the behav i or 
of his students. Praise, a spanking, a scolding, a smile, a frown, a 
gold star are all techniques one may use to "socially influence" chil-
dren. Clearly, the experience of working with children and a degree 
of personal flexibility are involved . But aside from the fact that 
individual teachers vary in terms of the techniques they use, there is 
considerable evidence that there are cultural differences among chil-
dren as well. It is also obvious that children, as individuals, differ 
with respect to what social influence mechanisms affect them. The 
way a child is reared is perhaps the best way of explaining why he re-
sponds in a certain manner, In other words, one can speak of the sig-
nals a parent teaches his child to attend and orient to, and the kinds of 
responses that are appropriate to different configurations of signals. 
For us the question is whether the signals which Hawaiian children 
learn in their homes differ in any important ways from those which 
teachers expect when they confront their classes. Our research sug-
gests they do . • 
Hawaiian children are often accused of having a short attention 
span . Analysis of this notion points to the following: attention span 
appears to refer to the strength of the habit of attending to social in-
fluence signals . Is it true that Hawaiian children lack such habits? 
No. What our brief analysis of their home experience suggests is a 
mismatch of signals, For example, while it 1s expected that mild 
rebuke or withdrawal of approval--even frowning at a child--will elicit 
the attending habit , it appears more .likely to elicit passivity or with-










by a controlled experiment and by classroom observation . In both cases 
we can find no evidence that criticism will increase academically-related 
behavior. It may temporarily decreas e disruptive behavior, but in most 
instances the misbehavior will be resumed very quickly. 
To begin, we need to clear up a few ideas about children in general 
and especially the question of dependence and independence. 
One of the most confused concepts has to do with notions about· 
dependency. While it is popularly regarded as appropriate to toddlers, 
it becomes a source of displeasure if the toddler forms of dependency 
continue. This generally leads people to say that as the child becomes 
mature, he should become les"s dependent and more independent. That 
is not true. In fact, dependence and independence are not as closely 
related as tnost people think. What is correct, of course, is that cer-
tain kinds of behavior, which we may w i sh to label dependency, become 
inappropriate with increasing age. The clinging vine at two would be 
more accurately described as "deviant" if that behavior persisted to 
age ten . But it must be understood that the child who shows an interest 
at six in winning his teacher's approval is also behaving dependently . 
What has happened, of course, is that the kinds of rewards or reac-
tions which he seeks from adults have kept pace with his age . Depen-
dency is thus better thought of as synonymous with susceptibility to social-
influence cues of certain varieties . Thus the child, who is said to be 
highly independent and achievement motivated because he works so hard 
to do his school work, is also working hard to win the explicit and im-
plicit approval of adults. To that extent he is dependent. Indedd it can 
be argued that the typical classroom, kindergarten, and especially the 
first grade room is arranged on the assumption that the children are 
highly dependent on the teacher. If this influence mechanism is re-
moved, the teacher must find new ways of doing things. What i£ a child 
has been trained to be independent, to rely more on peers than on the 
pa1.·ent or teacher, and to seek only minimal instruction from adults? 
One very clear implication of these ideas is the inappropriateness 
for Nanakuli children of the typical classroom arrangement ; one adult 
in the front of the room with twenty-five to forty youngsters attending 
and orienting to his influence attempts . If one watches a kindergarten 
or first grade room for any length of time, it is clear that a large 
proportion of time is devoted to strengthening this habil : a group of 
individuals, each of whom focuses on a single adult author1Ly £or 
directions, correction, and guidan.ce. However, such a syslem assumes 
that children · are a~customed to being dependent upon adults £or such 
things, and that children have relatively weaker tendencies to attend to 
peers. Neither of these assumptions can be said to be entirely true of 
the children in Nanakuli. But it does not follow that they have a poor 
attention span. What does follow is the notion that it may lake a dif-
ferent 1et 0£ social conditions in the classroom to elicit the kind of 
attending habits which facilitate learning, 
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Observations in the Elementary School Classrooms "~ . .. 
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In the first place, children in the elementary school prefer to 
initiate their own activity and to complete self-initiated tasks before 
starting other ones . This is true of a wide variety of tasks, including 
class-work: 
• • ""'i· 
,;· 
The class had just begun work on a written arithmetic .• 
assignment. The teacher selected the first group of children ·., t" 
to go to the blackboard to work some problems while the rest 
of the class worked on the assignment at their seats. Frank 
was supposed to be in the first group to go to the board. 
However, he said, 'Miss D. I no like go to the board.' He 
had already busily begun the written assignment anrl evidently 
wanted to continue it to completion without interruption . Miss 
D. allowed him to remain at his seat continuing the assignment. 
.. . When the last group was called to the board Frank went with 
them, for he had just finished the last problem on the assign-
ment . 
The tasks whic h children most readily initiate on their own are the 
11housekeeping 11 and handicraft types of tasks. In fact, they will vie 
with one another at any time to do housekeeping tasks, and disputes 
break out. J i gsaw puzzles, educational card games, flash cards, 
coloring, and reading are other examples of frequently initiated 
activities. 
Generally . children do not like to pay attention, as a group, to 
instruct i ons given by the teacher, and they almost never listen closely 
to instructions the first several times they are given. Nevertheless, 
teachers spend a great deal of time trying to get the children's atten-
tion in order to switch them from one activity to another . Teachers 
have a number of rituals which they employ for this purpose- -such as, 
switching the lights off until all are quiet and ready to begin another 
activity, playing "Simon says" with such words as "Put books away, 11 
"Be quiet, 11 or suggesting, 11Let 1s see if you can hear the pin drop, 11 
and man y oth e rs . Sometimes children enjoy these games and they 
are often bored by harangues which q.re intended to accomplish the 
same purpose. Either way, when the new activity is supposed to be-
gin, the majority have little conception of what is to be done. 
Most of the time children are much more strongly oriented toward 
other children than they are toward adults. They help one another very 
readily, copy o ne another's work, and are very sensitive to being out-
done by othe r s. Games involving competition in spelling or recognizing 
words were popular in one class. For example: 
Three boys had obtained mimeographed sheets of paper 
conta in ing arithmetic problems and were racing each other 
I ; 
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to finish. One of the boys beat the other two. One gave 
11p, and the other was too .slow. The winner then got a 
new sheet (the same problems) and started another race 
with a fourth boy. The latter moved away and while he 
was gone the first boy began ,copying answers from his 
first paper instead of doing the problems again. When he 
had finished he took the paper to show the fourth boy, who had 
in the meantime lost interest . 
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A frequent result of the lack of attention to the teacher's instructions 
and positive orientation towartl other children is that children attempt to 
do the assignment by copying. More rarely, they may ask questions of 
other classmates. 
Helping one another does not mean sharing possessions, like pencils. 
There are frequently bitter arguments about · this, and a child will rarely 
yield a pencil to another, even when commanded to do so. In general, 
children frequently are very "touchy" toward one another, and brief but 
bitter fights are not uncommon. Whether helping or fighting, however, 
children most often act a s if adults were not present, and other children 
were the primary source ol all gratification and frustration . 
The typical classroom works against the powerful peer-affiliation 
motive which appears to operate in Hawaiian social groups . To diminish 
the strength of this motive may be futile, at least if one employs a 
head-on attack--that is, by punitive means in the early grades. Second, 
and related, the punitive measures used in the attempt to eliminate at-
tending to peers and to encourage attending to the teacher have the effect 
of increasing passivity, withdrawal,: and avoidance. Hawaiian parents 
train their children to respond to negative sanctions with re~pect and 
obedience, and not with active attempts to alter the parents' response. 
If an Hawaiian parent scolds his child, the child is likely to go to the 
bedroom, or outside, and remain there until the incident becomes his-
tory. Children of certain other cultural groups are more likely to follow 
a scolding with an active attempt to obtain parental approval, and, in 
general, to fteek praise and verbal approval. 
Among Hawaiian youngsters, however, many of the social-influence 
techniques which are verbal in nature are ineffective since ohildren 
seem largely indifferent and inattentive to adult talk, unless it is delib-
erately entertaining, or directed at them individually . They do not know 
what to make of verbal praise; it ia at best meaningless to them . Protes-
tations of:iffection, or th~ withdraival of affection, are not understood. 
A teacher's' threat of becoming angry is likely to be ignored unless it 
means that he will very soon use physical punishment- -that is what an 
adult'• anger means to a child, not the withdrawal of affection. 
They respond warmly to being touched and held, arm around 
shoulder•, •or spoken to eye to eye. They also respond to a firm, in-
dividually directed scolding, especially if accompanied by a gruff but 
affectionate gesture. They arc sensitive at times to adult approval and 
·• 
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anger. When seeking to make recompense to an adult, the most typi-
cal act is to engage in some helpful chore. Unless the adult appreciates 
the intent of this, the child is likely to feel rebuffed. 
Other important determinants of attention and interest are the ex-
tent to which task performance will be subsequently evaluated and the 
probability of objective failure and/ or social disapproval. The impor-
tance of these two factors is well illustrated by the following excerpts 
from the notes of twa observers : 
When attempting any task in..which failure, or disapproval, are 
objectively likely, children manifest great fear of failure. 
On many occasions the teacher has been approached for 
approval of a portion of an assignment. With her affirmative 
appraisal the children have returned to their seat~ to com-
plete the assignment. 
The children are doing addition and subtraction with the 
numerals which total 5 when added. The teacher had showed 
them how to do the assignment by using the fingers on one 
hand . Richard comes to me again and again asking me how 
to do each problem. I put him through the steps holding up 
the number of fingers corresponding to the first numeral printed 
on the assignment sheet, taking away or adding the number of 
fingers corresponding to the second numeral printed, and 
asking how many fingers are left--the answer. He starts doing 
the first step himself, and each time he comes back he does 
more of the procedure on his own without my telling him or 
showing him . Finally, he does the whole problem correctly 
from start to finish without any prompting from me, but still 
will not write down the answer he has reached until I confirm it. 
One girl had sought help from me in writing a new letter 
(they had just begun script). She was having a great deal of 
difficulty with the letter. After showing her and guiding her 
hand in writing the letter I moved away to help someone 
else . A little later when passing near her she hailed me 
saying, 'Betty, I still don't kno~ how. 1 
Steven worked diligently on the arithmetic assignment. 
He asks me to check one of the answers. It was incorrect, 
so I circled it (as the class had been instructed to do). He 
began erasing the circle and putting down the correct answer 
instead. I said, 'But you are supposed to circle it incorrect. 1 
No response £ram him. Later during the practice spelling 
test, Steven was again sitting at my table. The first word was 
'children, 1 He looked at me and said he couldn't write it , I 





showed it to me and asked if it was correct. I said that I 
couldn 1t tell him but to go ahead . After the 7th word (mosit 
of his words were incorrect) he stopped attempting them . 
A little later he closed his writing tablet and just sat there prop-
ping his head up with his hand. As the class began correcting 
the words he tore the sheet out of the tablet, crumpled it up 
and threw it into the wastebasket. This sequence of events il-
lustrates a number of things. The initial positive mood remained 
until time to correct the arithmetic problems . Not only were 
many of his answers incorrect but he also received a cue from 
me indicating a lack of apJ>roval and the lowering of the 
probability of subsequently receiving affirmative behavior from 
me. On the spelling exam his inability was again,. pointed up 
and the subjective probability of approval or help from me 
was lowered even more , Finally, withd~awal from the task 
took place . The !ear of failure and fear of farther disapproval 
from me were too great. 
The possibility of experiencing rejection is high in the 
laugh game. In this, one child is to remain stoic while 
another attempts to make him laugh . While a few children 
are eager to become involved, many others tried to avoid 
participating and seemed very embarrassed when they were 
involved. The possibility of a rebuff is very high in this game. 
Some Implications for Teaching in the Elementary School 
39 
We turn now to some positive advantages of the behavior and feelings 
which we have been describing. The self-inifration of •.activity, for 
example, does not typically produce dependence upon the teacher--despite 
the impression given in the section above. In most cases Hawaiian chil-
dren will not ask for help or assistance from any adult, unless previous 
experience has taught them that a particular kind of assistance will 
regularly be provided . For example, children will cluster around the 
teacher's desk as she grades their arithmetic papers, if she allows 
them to do this, and they will continue to do this even when they are 
shooed away on occasion. It seems possible that some of the most 
valuable instruction could take place in situations initiated by the child 
when he is most receptive. 
Children may be reluctant to be_lieve that assistance will be forth-
coming, or they may not know how !ar to go. Some of the examples above 
nicely illustrate thie--they constitute testing of the limits of the adult's 
willingne•!i to help. Thus children have been noted to seek attention on 
the pretext of needing help with a word and then have a hard time de-
ciding what word to ask about. This is a way of checking the probability 
of receiv~g help--of making sure that the adult's response to the child 
would still be helpful. 
The more asaistance they get, the longer they will try, and the more 
help they will ask for. Examples of this are: 
• 
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~ff -~ -,e'- ~,- ,, "'tl told yo u. 1 She said, 'Harry' but then sat looking at it · and did 
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e.-~x~,.H· ~'d··· -~ I/' ~ l'"~ "· t One girl was drawing a tree and kept insisting on my ' -
1 • assistance, altho ugh I refus'ed for some time. She may have • 
, :!d. been testing the probability o! receiving help from me, to see .. , 
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how far I would go in meeting her demands. Recently this 
sam e gir l drew another picture of a tree with apples, and the 
apples were exact replicas of the ones 1 had finally drawn !or 
her many months earlier. 
Obviously there are risks in providing help and assistance to chil-
dren who are not used to seeking it. If overdone, the child may become 
generally disinhibited and overexcited. This, in fact , frequently hap-
pens . Also, help given inconsistently is probably worse than none at 
all, because it confirms the child I s frequent conviction that adults are 
best left alone . Modest assistance, regularly provided when requested, 
is the most useful to the child, as well as being effective. 
How can a teacher regularly and reliably provide individual help to 
a large number of children? By taking advantage of some of the behav-
ior which has been described, particularly the children's orientation 
to one another. 
I drew a bow for one of the girls making a Christmas wreath, 
and later six to ten children came to ask !or the same help . 
Another example began with a new letter to be learned in 
script and one or two individuals asked to have either the 
teacher or myself draw a sample on their paper for them to 
follow, thus making it easier to learn . Subsequently numerous 
children sought and received such assistance . 
Two of the children had the .teacher cor~ect the i r arithmetic 
assignments and then used their papers to correct other papers 
as they were finished. 
In this process the first step occurs when one child seeks help and 
receives affirmative assistance and reassurance. This will be observed 
by other children and will increa 'se their expectation of receiving assis-
tance. The seconq , step occurs when they seek similar assistance. The 
assistance provided may often be a new task, information, or a way of 
doing something . 




Here is precisely where the preference for self-initiated activities can be 
turned to the teacher's advantage. 
One classroom had been so structured that the children 
were free to initiate their own activities along acceptable 
lines (play cards, work puzzles, color, finish another assign-
ment, etc.) when they have completed an assignment. 
The children will work to complete a task so that a more 
enjoyable activity can be engaged in. A number of instances 
have been noted for one individual in particular who rushes at 
a fantastic speed to complete an assignment and begin some 
other activity. 
Finally, it should be noted that it is the individualized assistance 
and the opportunity to model an adult which is significant to the child, 
as in the case of drawing a letter in script, cited above, and not a written 
symbol on a page handed out. 
Eliciting Attention and Interest from Adolescents 
Let us examine some of the factors which appear to elicit attention 
and interest among adolescents. 
1. Obligation to the person making the requ~st: If the students like 
the teacher making the request, they are far more likely to attend to and 
persist at assigned tasks. Teachers utilizing this teaching strategy will 
find it important to discover actions that will raise their own prestige in 
the eyes of the students. Making sure the student can handle the task, 
distributing work equitably (in the eyes of student ), and checking work 
and giving a fair appraisal of it (often done subtly through expression, 
indirect action, or through intermediaries) are some ways of demonstra-
ting to students that teachers care about the welfare of students, and 
this will result in the students• assigning power to group members to 
influence and direct their classroom behavior . One word of caution; it 
seems that among the Hawaiians (Is it not true elsewhere?) obligation 
is mutual. If students are obligated to work for a teacher, the teacher 
is obligated to enhance the welfare of the students in all those ways a 
teacher can--to anticipate students needs and desires, such as preparing 
special snacks; to arrange transpor;ation for special occasions; to assist 
in tournaments; to participate in community activities; and so forth. 
(Parents do the same.) The problem is that this second half of the obli-
gation (the teacher's part) takes time and effort. 
l. Activities have different interest values: In general , the interest 
value of activities can be ordered as follows : play (sports, excuriions), 
socialized activities (joint projects in which students are somewhat free 
to establish their own role, pace, etc . ), participation activities (in 
which students are an active part of the onr,oinr; activity, such as 
·! 
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,competitions, quizzes), ! manual skills, some kinds of drills (math drill ; 
in which students have access to answers and there is a single, correct · 
answer), and, 0£ much less interest,problem."'lsolving (in which students 
are in jeopardy of having to give a wrong or foolish answer without 
knowing how to reduce the chances of failure). A part of this ordering · 
of activity interest seems to be an avoidance of conceptual activity, 
., though this does not mean that these students are inferior in · conceptual 
·i\· ability since they demonstrate such ability in a variety of ways. 
3 . The social tone of the si.luation: This has a lot to do with the 
kind of attention given by students and the persistence they will show. 
If the situation is one of authoritarian control in which the teacher in 
charge does not permit student to student interaction, there will be a 
general trend for students to show compliance, but a low order of atten -
tion and relatively short persistence. The successful authoritarian 
. 
can maintain a qui.et class and a fair degree of work . This presumes 
liberal use of subtle social reward by the teacher . There are several 
problems with this style of teaching: ( 1) the pupils leave all responsi-
bility for lesson evaluation and social control to the teacher, (Z) the 
quality of attention is usually that of compliance without personal involve-
ment, and (3) a need for self-expression seems to be generated in such 
classes, so that subsequent activities or other classes may be difficult 
to manage because students are "letting off steam. 11 
4. A social situation in which there is no structure: This may lead 
to a high participation level, but could also lead to disorganization--some 
students will spontaneously develop games and some will begin teas ing, 
and the level of activity will steadily rise along with the noise leve 1. 
Some students may call for order, expecting the teacher to bring the 
class to more academically oriented activity. Normally they will not, 
themselves, directly contribute to this end unless they are trained to 
assume this responsibility--a task which also takes the teacher's time 
and energy . 
When students are permitted easy communication, trust the teacher, 
know the goals of the class--especially if they have been asked to parti-
cipate in their establishment--and when the teacher gives an ongoing 
evaluation of activity (thus showing interest in student activity, and a 
genuine will i ngness to render assistance), students will achieve an 
optimal level of interest and persiste.nce. It has frequently been ob-
served that some students will work for 90 minutes at a stretch on a 
math drill with ordinarily distracting conditions surrounding them : the 
radio blasting away, a few students eating lunch, a couple of better 
students assisting a few poorer students, and the teacher sitting beside 
and nodding approval at the efforts of another student. 
Teaching Strategies 
In this s ecti on an attempt has been made to offer some generali-




observed in the Leeward schools. ln addition we have tried to evaluate 
their effectiveness with the dominant population of the area. Of course 
the portraits are over-simplified since teachers do not "fit" in any one 
category all the time--even the most consistent teacher at times employs 
aspects of another strategy to meet a particular situation. Our intent is 
not to categorize teachers but to stimulate discussion about what teachers 
actually do in the cla!aroom and what kinds of reactions they elicit. 
Type-1 Strategy: Not all teachers have difficulty getting the children to 
attend to directions. There are some teachers who appear to have maatered 
the same techniques employed by the parents--they are able to maintain 
an adult-centered classroom with a high degree of what is usually called 
"control." They are seen by the children as being similar to parents. 
In such classrooms. as in the family, children learn that the teachers 
are the authorities which make and enforce rules and define the tasks. 
In this kind of classroom the students look to the teacher for main-
tenance of control and do not assume responsibility for what goes on in 
or out of the classroom. What seems to happen is this: by retaining de• 
ciaion-making and access to resource distribution. this parent-like teacher 
maintains (just as parents do) a very strong influence, with the students 
tied to the teacher for practical reasons. For example, he may protect 
students from teasing and status maneuvering that may go on in unstruc-
tured settings; he may also dispense resources, e.g •• extend recess, 
intervene in conflicts with parents and administrators, and offer access 
to school equipment at unauthorized times. It is not so much whether he 
1s warm or cold, or employs harsh discipline, as it is whether he com~ 
prehends the subtleties in the authoritarian value system (which students 
have learned at home);and uses them to socially embarrass and thus con-
trol those who misbehave. It seems that the implicit or explicit threat 
of physical punishment may assist ln this process because students can 
accept having to do something for fear of punishment; however, the physi-
cal threat is not essential to the process . Some of the most successful 
teachers are physically small, but maintain tight control by the force of 
their personalities. 
Ia thia style of teaching a solution? In the first place, and no matter 
how one looks at it, not all teachers can be the hub of activity in the man-
ner we have described. Second, it works less and less effectively with 
students who have difficulty in school and particularly as they enter the 
upper grades. Third, while it may convey the formal course content to 
the students it •eems to limit learning in t)le following areas: ( 1) creative 
problem-eolving. (2.) abstract reasoning (because the students see their 
role as one of achieving concrete tasks set by the teacher), (3) social 
re•ponsibility (because social judgment and control are reserved by the 
teacher). By kee-ping for himself the final judgment, the parent-like 
teacher :tenda to keep the students in a child's role rather than bring 
them to adulthood. 
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some academic goals in order to enjoy a reward or privilege, e.g . , a 
day off, or an excursion. In this situation the relationship between the 
students' behavior and the distribution of rewards follows a vague 
process; often the original contract or agreement is altered by means 
of student pressure on the teacher and the teacher has difficulty regu -
lating such contracts. The modal response to this type of classroom is 
one of seeming chaos in which students have freedom of movement in 
the classroom and open (if tacit) approval to communicate with peers 
about social as well as academic issues. In such cases the teacher may 
be regarded as anything from a clown to a pal , depending on his effec-
tiveness. The teacher usually disregards the prescribed curr i culum and 
presents material which is at least partly determined by the students. 
The students perceive this kind of approach in a variety of ways: some 
are upset because of the lack of structure and the apparent meaning-
lessness of classroom activities, although this does not mean these 
students are always "model" in their behavior. Other students, who 
fail to see the relevance of the classroom activity to their lives, enjoy 
the opportunity to get out from under the suppressive thumb of the 
authoritarian school situation and become rather spontaneous in their 
activities; behavior will range from quiet talking to bolting out of doors 
for various kinds of games, such as "chase-master." These students 
are accustomed to taking enjoyment when and where they can find it; 
often such students distinguish between this class and regular school 
classes where traditional material is covered . A few students will 
remain in the c lassroom, studying what they think is the "proper" ma-
terial. and be unmoved by the opportunity to play with other students . 
And, of course, a few students will cut class to contact friends in othe'r 
classrooms, even though they run the risk of being reported for 
appearing in an unauthorized place : 
However, the "buddy" style teaching strategy cannot be easily dis -
missed as totally useless . The more effective teachers of this style of 
presentation can involve some students in work and at least a part of tpe 
class may produce original and creative academic work, which is so 
often a bsent m the class of a teacher who uses type-1 strategy . This 
seems to be because the students are not cast into the role of the "child." 
Rather, the teacher approaches the students as if they are adults , or at 
least approach ing adulthood , and treats them with appropriate status 












activities I in establishing the pace of work, and often in developing a 
social organization unique to the classroom . If a student misbehaves, 
other students may either correct the student, or much more frequently, 
ask the teacher to intervene. In such cases the teacher may well ask 
the advice of students concerning what action should be taken in regard 
to the misbehavior, though the teacher is not expected to adopt the sug-
gestions of students without revision . 
While with the type-1 approacl} ,, the development of rapport is 
fairly simple (the first step is accepting ~nmbt·acoepting thlideach'~ as 
an authorityi in some cases there is a second step, involving a further 
definition of the authoritarian .as "tough, 11 "fair, 11 etc.), the development 
of rapport in the type-2. strategy is more complex. The first stage is 
seen as altering the teacher from authority to not-authority. This may 
involve the dropping of "Mr. 11 and addressing the teacher only by his 
last name . The n e xt ph a se involves determi!'ling whether the teacher 
is worthy of attention . This is when he becomes either a clown, a 
"good guy, 11 or an older sister or brother. This phase may be accom-
panied by designation of a "nickname, 11 invitations to certain activities, 
borrowing of things , etc . The next phase inv o lves the establishment of 
a degree of intimacy and, hence, mutual influence. It is at this phase 
that the ultimate effectiveness of the teacher is established. If the 
"buddy" teacher can establish a fairly intimate re lat ions hip with stu-
dents, the students will enter into many activities they would otherwise 
ignore. Indeed, they will throw themselves into the activity accor d ing 
to how much they like or respect the teacher. It is at this point that 
the "buddy" teacher can elicit behavior from students that teachers 
using the type-1 strategy cannot. 
The problems with this irtyle ,of teaching in the school are numerous. 
First, this style is idiosyncratic, ancl may offend the remainder of the 
teaching staff for several reasons: other teachers may obje ct to a fel-
lc,w teacher tolerating or encouraging students to address him by such 
sobriquets as, 11The Nose," "Double Ugly, 11 and other endearing terms; 
they will also object to students roaming at will over the grounds even 
With a teacher•s permission. A second problem is that the line between 
Lecoming a 11clown" and a "friendly resource person" (a role most stu-
dents would regard as different from that of teacher) is often a rather 
•~lusive one and somewhat dangerous . That is, it is difficult to justify 
the role "clown" anywhere in the school. Such a role may adversely 
affect the students by serving as a poor model (modeling is one of the 
most important learning methods here) and by removing controls. The 
latter raises the problem of control or "discipline" and may adversely 
affect the relationship between the school and pupil and community. 
Those teachers who have a natural ability to assume this role, that of 
"pals" with.students while retaining the power to influence them toward 
rneaningful goals, should be aa effective as any other type w i th at least 
a portion of their student •. 
A third problem with this style of teaching is building expectations 
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h ~tff ~ · about teachers that students may impose on succe ·ssive tel1~he;-s, ' It : · 1 , 
it ,.. :~t ,. is true• of course , that any style of teaching may involve this · problem:~, . 
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· •' · Type-3 Strategy: A third orientation to teaching i_s that of the ·11class ··• -i 
Ii' • 1 manager." In this style of teaching, the class is seen as a complex i ·· 
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interrelationship of individuals with some common goals and some id:. ~j ~ 
5x~-,¼. '1 ~· dividual needs. It is the main job of the type-3 teacher· to give rise to ~,.,. 
f''' 'i!f ..11 '" a system where students are most personally satisfied, and each stu.:. 
dent moves best toward individu.al goals. To achieve this, .. of· courae, 11t' • 
is a good trick. 
~· I ,, • This style of teaching is achieved by tying together as closely as possible ( 1) behavior and (2) some kind of reward or "pay-off. 11 This 
differs from the type-2 teaching style only in that the type-2 teacher 
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pays off because the pupil achieves according to a prearranged or 
preagreed upon system. In setting up a system, the students are in- • 
volved in the process as much as possible. Further, when students 
are dissatisfied with the system or specific contingencies, they are 
included in the alteration of the system. 
The process of selecting meaningful rewards, as most teachers 
know, is not the simplest of judgments. In the first place, the values 
of rewards shift. One week, sodas (Cokes) are of high value; the next 
week, the students might refuse to take them. Further, students will 
not always indicate the actual reward value of such things . At least 
in initial relationship with teachers, pupils often indicate 11no need" 
--£or some the promise of a reward for good work is unnecessary, 
while others even state or imply that they would refuse such a reward 
if made available. However, the £acts seem to be that students will 
take the rewards, and that the rewards are meaningful in influencing 
the academic performance of students . These are matters of less im-
portance, however, than the apparent value of the relationship between 
studen t an d teacher; one of the highest rewards available to some stu-
dents is the approval of the teacher. The reward value of a teacher 
can be enhanced by the teacher giving extrinsic rewards, but it is not 
that simple- -I give rewards; they will like me and do what I say. For 
one thing, it seems that many teachers ( and adults in general) have 
made promises to these students tha! have not been kept, or have been 
misunderstood. It also seems to be part of the students' culture that a 
good person does something, not for its pay-off, but out of obJigation, 
or respect for another person. These and other factors contribute to the 
general notion held by some students that achievement rewards are 
0 bribes" and are not only somewhat tainted, but also, because of past 
history with "unreliable" adults, · extremely uncertain. With these con-
s iderations in mind, it is little wonder that students are unexcited by a 
teacher who promises "something good" to a class if they will perform 
well. Still, th e teacher, who makes a contract with a class and pays 






reward may not be valued by students, but the fact that the teacher means 
what she says is of value. Now, when the teacher sets up a system of 
performance and reward, the students listen . Further I if the students 
actually perform and are paid off for that performance I an interesting 
thing takes place: the meeting of the criterion for reward becomes 
rewarding. For example, if cookies are the reward (this actually hap-
pened early in our research; other more powerful reward agents have 
been discovered, and, hopefully, will be discovered) a student may 
work for the reward, boast of having achieved it, and give the cookies 
to a class member who had never received such a reward. Thus , 
being recognized is important and is a motivater. 
As the system begins to "jell, 11 and students respond to it as a 
system, the relationship between teacher and pupil becomes flexible. 
It is as if the students begin to relate to the system in some positive 
way and then need to find another way of relat-ing to the teacher. At 
this point, the teacher can move the relationship as she chooses , from 
paternal assistance and coddling to a detached management style where 
students become increasingly involved in the class as a group with the 
teacher being used as a resource person for course content and social 
control. 
The "managemen t " oriented teacher does not necessarily m i ss out 
on close contact with students unless she chooses. In fact, those teachers 
who employ this style of teaching claim that they actually get closer to 
more students than when they use other methods. Also, they claim they 
see their students in a different, more exciting range of activities. This 
system can place on students varying degrees of responsibilities for class 
management, and it is in these areas that some teachers find reinforcing 
indications of student development. Further, it is not necessarily the 
c,lse that course content suffers when matters of non-academic relevance 
.ire discussed. Indeed, heightened interest in class management problems 
ts a good way--at times seemingly the only way- -of stimulating interest 
1n course content. 
The problems and assets of this style of teaching are more difficult 
!o specify and consider because the system is more complicated than 
' ther of the other two styles discussed 
In the first place, there is the problem of the great effort it takes 
lo get the system off the ground and then maintain it . This can be alle -
:1ated somewhat by involving the students in many aspects of program 
n: anagement 1 though it would appear that most individuals require some 
forrn of assistance in managing the classroom, or be a truly dedicated 
Person and by implication, overworked. Second, the most successful 
system seems to depend on defining meaningful rewards and privileges, 
and distributing them to students according to some plan. This is often 
difficult because of financial constraints within the school system and 
restraints by administrative personnel who cannot, in the best interests 
of the entire educationa l structure, permit certain privileges to be ex-
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become a 11group"; that is, they recognize their power as a unit and 
begin to make demands on the teacher, administration, and/ or insti-
tution. The teacher must be aware of this before type-3 teaching is 
adopted, or he will find it necessary to backtrack on promises made 
to demands (and often justifiable demands) from a student group. 
Fourth, the teacher must be able to accept short-term "setbacks" for 
the good of the long-range success of the system and students. For 
example, if students fail to meet the criterion for a reward, yet de-
mand the rew.:,.::-d, the teacher must take the unpopular position that 
further effort is required to achieve the reward. This may be met with 
threats of sit-down strikes, walk-outs, etc. This is a point when 
teacher must travel alone, and it may become a lonely road. 
The potential benefits of this system seem to be deep involvement 
of students in classwork, assumption of responsibility by students for 
their behavior in and out of the classroom, assumption of some re-
sponsibility for stude~ other than themselves, and the readiness to 
at least listen to a discussion of a task that might appear on the sur-
face distasteful. It could be pointed out that the problem of 
"discipline" in this system is the same as it is in the regular system; 
control of misbehavior can be built into the system so that students 
realize the adverse consequences o! misbehavior and wish to be in-
volved in the problem of social control, just as they wish to be 
involved in any other meaningful aspect of school. 
This style of teaching takes the teacher out of the role of being 
solely responsible for what happens in the classroom. It puts the 
teacher in the position of assisting students in questions of judgment. 
A survey of even the most difficult students revealed that they knew, 
all too clearly, what was ''desirable" and what was "undesirable" be~ 
havior. The big question is how does one develop a system where stu-
dents want to behave in a way that is most advantageous to them as 
individuals , to the peer group to which they belong, to the school. and 
to the community to which they aspire to become full-fledged members. 
Students and Parents View the School 
The following is an attempt to place together from diverse · sources 
the perception of the school and the teachers from the point of view of 
the students and their parents. We do not pretend it represents a com-
pletely accurate picture as our analysis is not yet finished, but it doc-s 
offer some valuable insights into the world of those whom school is to 
serve. Although it is based primarily on interviews of intermediate 
and high school students, these are generalizations also of interest to 
elementary teachers. 
First of all, there should be no question that Hawaiian parents do 
value cduc:•tion, cncoura~e their children to attend school, and consiccr 
a high r.chool cliploma an :mportant goal. 
M:rny 0f ll ,C' r.h1ldrr.:n .n the Nannkllli ~chools come from familit's in 
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which a high school education is a recer.,ly clcvdoped O?_?Ctrtt.. r • .t y .:a.nu 
many of the students in our research samples are oi the 1ir::t f:l!nc:ri.L ion 
to pursue or achieve 'graduation. Thus, the parents gen.::rail 1 t. av c h~a 
little experience with education, e1the r directly or indirectly. 
However, to the parents, a high school diploma is assoc1ateC: with a 
better job and a better life. Parents almost unanimously stress the 
importance of education. Even recent non-graduate ,;push-outs or 
drop-outs) parents of pre-school children discuss the signii1cance of 
education, often using their own cases as negative examples. To many 
Hawaiian parents, a child completing high school represents a cherished 
wish; some reported that their parents have said, "The day you graduate 
will be the happiest day of my life. 11 
Aside from stressing the importance of school the parents may also 
employ more tangible incentives. Some mentioned they had been promi::;ed 
substantial gifts for graduating, although the parents m tr.c:sc ir..&tanccs 
generally made little use of rewards . More oitcn th,;: il', . .,;ntivcs a.re 
nesative; a poor report card will irequently provoi".! an angry ~onfrcm l a-
tion between children and parents, who threaten pdvlle:!.~: -dc1!J,.d ..ind 1~ivc 
a vigorous scolding. However, few students have t.!Xf.icncn.ccd :Lny lon i,!; 
term and corts istently imposed depriva ti on of privilege io:..· :;chool f... a ure . 
The lost privileges are usually regained with in a short period, a:-i.d t h.:i 
parents give little further attention to either past or prei;ent perfor. ,-:.ancc 
--that is, until the next report card comes ar,d the pat.tern repeats it~clf. 
From what students have told us, it appears the parents have htt.lc 1ck:a 
how to promote serious interest in and attention to school work . ln'-hc.:.i-
tio'ii's from the youngsters and other sources make it relatively ccrt.:..in 
the problem is much more a problem of method than intent. Purenl~ can 
lay stress on the importance of education as a generality , but l: ,cy canr,ot 
explain specifically how effort expended in school 01· ma::.Lery oi · p..irticu-
lar subjects is related to !uture benefits . Of course: they do continu~.lly 
remind the children that jobs are contingent upon education, wh ic h i~ 
true, but apparently not the first job, which tends overwhel~ ingly to 
be unskilled in nature (see "Employment"} . 
One area of confusion is homework . Most of the students we int~r-
viewed said they did not go to their parents for help wit}-. homework , 
but the parents say they do help their childrc:r, '.r,:obably Lhe younger 
OlleS}. especially with math . The students also report ,hat Lhey do Lheir 
homework, a point whic : their teachers gen<::rally ~ay i~ ur..Lru<:. Olde.! r 
brothers and sisters are sometimes consulted, according to the -,tu<lents, 
and a iew report selecting high school subjects on t.he ba::;is oi tl-.e help 
they can get from siblings . 
The majority of parents feel more comfortable w},en their chilur,;:n , 
have homework (Cachola, personal communicat.;on . J 'Jc7"-. s incc th\;i 
appear 1D identify this with (1) the quahty oi education pr::-v1C.:c-d by t},.; 
school and (2.) an assurance that their children arc: do~n g schc.ol wcrl : . 
However, despite their approval of the homework idea mtlny ~<:cm l.o li :-!vt:: 
little notion--at least from their ch1ldre::r , 1 s point. oi v11;;w - -of tl, i.: .. uno ,int 
. 
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of effort and time necessary for success in high school. 1f their demands 
for as:::istance with the work at home are any indication. Some parents 
seem to feel that a child's real work begins when he comes home. They 
believe that sitting at a desk for six or seven hours must be a relatively 
pleasant, restful time, and a child so occupied should still have enough 
energy for housework. 
It is difficult to generalize about the extent to which parents support 
the educational efforts of the school: some beat their children fo:-
ditching, others keep them home to do chores, etc. The majority seem 
to feel that the school has responsibility from 8 to 2 except for gross 
misbehavior, such as fighting or swearing at the teacher, which the 
parents expect the teachers to refer to the home. 
Some students are in continual difficulty for cutting classes, breaking 
rules, fighting, and being disrespectful to teachers. Occasionally one 
will lose control and become exceedingly abusive, and some become so 
deliberately. As a result, discipline often supersedes teaching in 
priority, and an implicit truce may come to govern the situation . The 
teacher demands little, and the students provoke no trouble. Al though 
there is a wide range of teacher effectiveness and attitude, nearly all 
teachers would agree that the Hawaiian population on the whole poses 
serious problems in the classroom, either for academic or behavioral 
reasons. While they are apt to be the first group identified as a spe -
cial problem, other ethnic populations in the are a also contribute to the 
difficulties in the schools. Simply being Hawaiian and being from Nana-
kuli are not regarded by students at least as prima-facie evidence of 
difficulty, or a matter of great personal concern. On the other hand . 
. a good number felt that the whole- school and the general area have a 
deserved reputation for being "tough, 11 or in their terms "country, 11 
that is, students are unsophisticated and wild. Several comments in-
dicated that the students thought some teachers might not like the schools 
in "country" areas, especially if their main concern \Vas to teach their 
subject matter without consideration for the academic level of the stu-
dents. However, the majority expressed a positive opinion of the 
school and the teachers they have had. Only a few expressed a desire 
to transfer either for academic reasons or because they felt the extra-
curricular activities somewhere else were more diverse and interesting. 
Questions about favorite or disliked subjects and why they were 
liked or disliked seldom provoked discussion of cours~ car.tent : more 
often than not the response was centered on thc» teacher and the situa-
tion. Two exceptions to this~-complaints that more typing cou!'ses and 
better sex education were needed--show some concern with the curric-
ulum. Some students complained that their "electives" we:-e actually -
assignments to the only available courses and not what they would havt _ · 
chosen. However, the vast majority of evaluations of courses used 
such categories as fun, interesting . easy , dull, boring , hard. or har<i 
to understa!!c1, with favorite subjects chosen on the basis of best 
g-r.-.d~s and fav o :· : '.e teacher. One interviewer felt this evaluation cou l ci 






b~ further condensed to signify the course in which the st,.clcnt foll most 
c.:>mpetcnt, although there were a few who mentioned enjoying co~rse.s 
m which they had to struggle. 
There are able and accomplished Hawaiian students at <411 grade 
levels in Nanakuli. The academically successiul are a mir.ority, by no 
means including all the intelligent ones. Many seem very bright despite 
h.aving accomplished very little in school. The minority who do well 
:ire often overlooked in generalizations about Hawaiian adolescents which 
arc expressed by school personnel. The majority of Hawaiian adoles-
cents are in the low ability sect ions and take subjects with low 
requirements and standards. In 1966 approximately 70% oi the · 10th 
grade was below the 25th percentile on standardized tests of achievement, 
creating an enormous problem for teachers at the high school. The stu~ 
dents consider low passing grades in courses graded 10 an dementary 
school level as satisfactory, although many feel that wnh more effort 
t h e}' could improve their performance. While this s it~atiol ·. is a source 
of despair for many teachers. there is no evidence that tr.e students 
feel the same . 
Some feel a great loathing for teachers, often choosir.g truancy as 
a solution. For most there is an attempt to adjust tc, and b<! compli.111t. 
with adult authority. When the pressure becomes too great ~in t1w forrr. 
of frustration and failure) and the meanin ~fuln~ss too remo:~ . th..:n one 
goes to 11 s leep. 11 However, even for thos l! who ha·✓e d1·opp..:::d out or arc 
about to drop out, school still holds a strong appeal. Why·. 1 Fin;t of 
all, it is because that is where the "acLion" 1s . And second, <l.::sp1t~~ 
repeated failure and unpleasant school cxp.::rience, the idea of achicvin2, 
a diploma and competence in school subjects retains some appeal. 
What makes school an enjoyable experience, or an unpleasant one, 
is a complex of factors: the student, the composition of the clas.,, the 
teacher, and subject matter. The students do not like to ia~l. to be 
11made an ass 11 (made to look foolish or awkward}, or to er.Ler a situa-
tion where there is a risk of exposing one I s self by not hav:r..g an answer, 
by not knowing how to do a task or problem, or by bemg s mg led Ollt- -
except perhaps with great care and understatement- -ior work wc:11 done. 
At the same time, students do• seem to like rewards ancl C(:rrainly 
strive for approval from pupils and teachers , and tr.ey attempt to enha,1cc 
their prestige when it involves little risk of disapproval. 
When students are unsure of a teacher, or a tcac .h..:r is :..omevin ..... t 
aloof, or has indicated that she will make public tr.e results oi a s!u.dcr.~·s 
work, the students prefer to be told exactly what to do and prexe !' r.he kind 
of work which gives a clue regarding the nature oft.he results. Fer 
example. math drill; he re the re is a clue to finding if an answer 1s c.or -
l"ect (by redoing problem, counting on fingers , Lise oi certam printed 
tables, etc.). Further, the students would be happy 1£ •• ce;kc W<.:;re ~iven 
at the end of the session for good work ; actually, it would be more in 
local style if the coke were giv .:n durin g the lesson c.1.8 a so.:-t of obii g L1.ti.1g 
technique and recognition of the needs oi the students . Zr . .:.r:.1s :.~luation 
·, 









be further condensed to signify the course in which the st~.dent icit mcst 
c.lmpetent, although there were a few who mentioned c.!njoymg courses 
m which they had to struggle. 
There are able and accomplished Hawaiian stu.donts at all grade 
levels in Nanakuli. The academically successful are a minority, by no 
means including all the intelligent ones. Many seem very bright despite 
having accomplished very little in school. The minority who do well 
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:lre often overlooked in generalizations about Hawaiian adolescents which 
are expressed by school personnel. The majority o! Hawaiian adoles-
cents are in the low ability sections and take subjects with low 
requirements and standards. In 1966 approximately 70% of the 10th 
grade was below the 25th percentile on standardized tests of achievement, 
c reating an enormous problem for teachers at the high school. The stu-
cl.~nts consider low passing grades in courses gra.dcd to an elementary 
school level as satisfactory, although many feel tha:. w. ih more effort 
they could improve their performance . While this situa~ior. is a source 
of despair for many teachers, there is no evidence thai tr..: students 
!eel the same. 
Some feel a great loathing for teache::rs, often choosir.g truancy a:.:. 
a solution. For most there is an attempt to adjust tc, and l.1-.: comph:1n\. 
with adult authority. When the pressure becomes loo g,:cat :in lih: 101·:r. 
o{ frustration and failure) and the mcaningfuln.:?ss too 1·cmot..: thcrt vill! 
goes to "sleep. 11 However, even for those who ha·✓c droppl.d Ol•I or ar.,; 
about to drop out, school still holds a strong appeal. Why".' l•"'inn of 
all, it is because that is where the 11 acLion 11 1s . And second, l!..:sp1ll: 
tepeated failure and unpleasant school experience, the idea of a ... lno::v1nti 
a diploma and competence in school subjects retains some a.ppcai. 
What makes school an enjoyable experience , or an unpleasant one, 
is a complex o! factors: the student, the composition o! the class, the 
teacher, and subject matter. The students do not like tc ia:1, to be 
"made an ass" (made to look foolish or awkward :i , or to er.tcr a situa-
tion where there is a risk of exposing one's self by not havir.g an answ.:;r, 
by not knowing how to do a task or problem, or by being smgled ol!t •-
except perhaps with great care and understatement- -ior wol"k wdl done. 
At the same time, students do• seem to like rewards and cerra.inly 
strive for approval from pupils and teachers . and they at~empt to cnha.,1cc 
their prestige when it involves little risk of disapproval. 
When students are unsure of a teacher, or a teac .h\:r is 60mewr.~t 
aloof, or has indicated that she will make public tl-.e results oi ~ stude:n!h1 
work, the students prefer to be told exactly what to do c1.nd pre1e: ~he kind 
of work which gives a clue regarding the nature of the results. Fer 
example, math drill; here there is a cl.ie to finding if an c.1.nswer :.s cor-
rect (by redoing problem, counting on fingers , use c:,i C.-:!rLa,r! printed 
tables, etc.). Further, the students would be happy if •. ce:ke w1..:~e ;_,iv(;;n 
at the end of the session for good work ; actually, it wol..ld be:: mo:rc in 
local style if the coke were gi-1-.:n durin g the les ~on as a ~o:t cl ol:.i.ig~,t : ,1.g 





the students prefer to place the responsibility of the class on the 
teacher, including the creative part of the lesson, since student responsi-
bility to invent, create, or resolve (being in part, judgmental} opens the !·: 
to criticism and ridicule. 
Where there is a different type of relationship between teacher and 
pupil, or where the pupil does not feel jeopardized in ·his position with 
teacher or peers, students are more willing to participate. In fact, 
participation is the preferred response of secure a<lults in the comm'u-
nity. Participation li-:1ked to the actual achievement of prestige is 
highly valued. This occurs when a teacher asks students to do some-
thing, and when the accomplishment of the task entitles the student to 
enjoy a privilege normally accorded an adult. For example, if a teacher 
were to ask a pupil to e:.tertain 30 students for half an hour {this is a 
difficult task, because of the risk of being made an ass; at the same 
time, it is a highly desirable behavior since it accords to the pupil high 
prestige--that of teacher), and then took the pupil to the teacher 1s 
lounge for Cokes, tHe . student would talk about the incident for a long 
time. The student would also remind the te ,acher on repeated occasions 
that he was prepared to do that again. 
Thus, the liking or disliking of school activities and personnel in-
volves a student's social anxieties, access to privileges, and willingness 
to take personal risk as well as the expectation of an immediate, concrete 
reward. Further, it is the balance of these factors that plays a:. signifi-
cant role in student response to the school situation. When the teacher 
assumes the role of the authoritarian parent m school. it almost 
insl\res the acceptance on the part oi the pupil of the role- of the child. 
While it seems that many students begin about the 4th grade to alter 
this role and move toward independence and the adult role, while in , 
class the students will revert to the subservient, passive, and com-
pliant child because it is safer and o!fers no risk. Outside the scho<?l 
some students have already begun to assume a large share of the respon-
sibility for their own actions, at least in terms of feeding themselves , 
finding shelter, and entertainment; these students are not easily reducec. 
to a child's role in school while they attempt to establish lheir indepen-
dence in school. Since the student will refuse to acknowledge the teachc:: 
is boss, conflict will result if the teacher must establish "who is boss" 
and if the teacher insists on it. This is not to sa y such students arc 
invariably poorly adjus~ ,..d in school ; it is simply that they are invariably 
poorly adjusted to taking orders in matters they feel themselves capable 
of handling. 
Pupils will respond to some situations with considerable spontane:.t y 
enthusiasm and creativity when there is no possibility they will be 
shamed for i t. A hula class, for example, might find one of the girls 
taking over the class (it is much fun, and there is movement to.ward 
teacher-level prestige), although they will be w a tch in~ the teache.-
closcly for his reaction. If the teacher admils stud e nts know more· tn a ... 























including the teacher) will have good fun and learn something. 
From the complaints of those interviewed two thingti appear to be: very 
common in the Nanakuli schools. First. for some reason lhe students :;eem 
to remember and are able to describe their authoritarian rcach1::rs mor~ 
rc~dily than any other kind, although those who arc singled out for spC!cial 
?raise are somewhere between those who use typc-2 and type-3 slr..i.tcgics 
successfully (i.e., those who are well organized "managers," but like an 
older sibling). And second, since they seem to focus on tht? authoritar~an-
trpe classrot>m, they appear to prefer that school work consist of serially 
presented facts and skills to be learned, one by one, by rote, and wiLhout 
anything left to discover or resolve about them. Assignments should be 
so specific that no doubt is possible over what constitutes a completed 
and correct piece of work. Their responses also suggest that many par-
ticipate in a course only to the extent that it is perceived to be workable 
along these lines. Many of the Hawaiian children in our sample appear 
to see school as a series of unrelated tasks assigni::d daily, and one day's 
work independent of the next. The teacher is to plan anC: prescnl only 
discrete tasks, and it is entirely up to her to plan so thal the work will 
result in maste;-y of some subject matter. Their atlitudc, reflected in 
complaints, could be phrased: l am here; give me whatever it i::J you 
want today. Don't make it complicated and· don't expect me to care 
about some long-range plan for learning or intellectual development . 
That part is up to the teacher, and l don't want to hear about it. For me 
school work irjust an endless series of often pointless and often discon-
nected chores which I must complete in order to avoid reprimand and 
punishment and to achieve some education. Sometimes it happens to be 
fun or the teacher is fun, but usually it is very boring at best. It's r.vl 
my concern to think about why I must do my assigned tasks or why thl;.!y 
are important; all I know is I have to do them or I get into trouble. 
While discussion and exchange of opinion is positively valued .:..s 
an entertaining and interesting aspect of school, 1t is not gc:ner<1lly per-
ceived as a part of the serious learning process in aulhoritiJ.rian clas::;es . 
For many, speaking up in class is unpleasant unless one is absolutely 
sure of being correct or that ridicule by others will not occur, so their 
opportunity to be responsive is quite limited. 1£ the situation becomes 
one in which students are free to engage without the restraint:; of the 
authority-submiss.ion system that usually obtains between teachers 
and students, it becomes no longer a school activity as they sec it, 
but a more or less pleasant social hour; however, this may not p:.-eclude 
their learning a lot. 
Students answered the question, 11What kind of students do t~achers 
like to have in their classes? 11 by saying they want the kind who are 
"quiet, show respect, do the work assigned, and don't make trouble." 
• Only a few said that the teachers want students to talk ..ip in discus -
aion, or that teachers want students to be responsive anc! friend!: . 
In summary, it appears that for most of our int<::i--✓iewees ::;cr-.c,ol 
is not a democratically operated system in which they can be involvc.:c!, 
but rather a place where one is rcqu1rc:d to do thin g :, which a.r , .. 
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decided by the adult in charge. No doubt this is not an accurate recount-
ing of ·-:.e situation in every classroom, but it is instructive to know 
that so many students perceive school to be so authoritarian. 
Although it has not been deliberate, the schools have concealed 
from the community the c · ·_ent to which their children are behind the 
children in other areas in Hawaii. At one point in our resear ,ch we 
were surprised to find that people in Nanakuli were upset when we 
talked about the low levels of achievement that characterized the c.tu-
dents. It became clear to us that the school, by passing students _~n who 
have not learned what is prescribed for a grade level, has led the parents 
to believe that things are not so bad. Of course there are many prac-
tical reasons why the school has been forced to advance children who 
have not l earned. For one thing, there simply is not enough space to 
house large numbers of children who are held back. Besides, the school 
wisely realized that without drastic changes in the system, holding a 
youngster back would do no good. If by the 6th grade a child can read 
only a 2nd grade book, then another year of elementary school will do 
little to help him. 
Regardless of explanations, when the parents of Nanakuli learn that 
the school has been willing to accept 2nd grade work fr 'om ·.'14 ye ·ar old!!, ::: 
will be shocked. What will happen when the community becomes aware o! 
the extent to ,...,hich school has failed may be rather explosive. 
Up until now with few exceptions parents have tended to agree with 
the idea that a child's failure in school is a family responsibility. As 
the school begins to speak of its failure to teach, the parents will become 
less willing to accept blame, and they will begin to ask many embarras -
sing questions, e . g . , the ones raised above: Why do )'OU pass children 
who have not learned the prescribed material? How can you blame 
"ordinary" citizens for the failure of the school to teach reading, for 
example? If the school cannot do it, who can? Why is it that a child 
can get a high school diploma and be barely able to read? Why is it 
that so many Hawaiian children are in the bottom sections? Thus, as 
the schools become more open about their limitations, parents will be 
asking the same questions which concern the educators, and a need for 
change will become increasingly evident. 
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